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CHAPTER I 
STATEMENT OF THE PROBLEM 
Failure in reading bas been ~requently ·associated with 
emotional, economic, and personality factors, therefore it 
seems logical that a stud7 of cases having these factors 
may reveal evidence that reading achievement is adversely 
a~fected or that they do not seriously handicap reading 
success. 
Often reading failures have been aa·socia ted with 
emotional problems, and in turn, emotional problems have 
been attributed to reading failure or reading difficulty. 
- . . 11 
\ 
In the controversy over the relation between reading failure 
~ and emotional and social adjustment, disagreement persists on the question of what is cause and what is . effect. 
1 
stone •s experiment in which a group of forty children 
of the highest socio-economic status were equated with a 
group of forty having the lowest socio-economic status, ~ound I 
I 
that reading failures do not nec-essarily come from poor socio-
economic homes. 
In many cases, intense emotional strain and reading 
disability seem to interact, each adding stress to the other. 
1 Clarence R • . ·1stone, Progress in Primart Readil1,;6, Webster 
Publishing Company, St. Louis, io., p. ~2. 
I 
I 
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Hardwick concluded that if reading disability is caused 
by a basic personality problem, the problem must be solved 
before effective reading can take place. Conversely, should 
the reading failure cause the emotional strain, the reading 
pressure must be lessened to clear up the emotional distur-
bance. 
Some clinicians have considered that the emotional 
maladjustment produces the reading difficulty. Other 
investigators have claimed that the antisocial and disturbed 
behavior of' the individual 1s the result of frustrations, 
tensions, stress, and strain associated with failure. Some 
remedial specialists have recognized persG:>nality disturbances 
that accompany reading disability and have realized that, at 
times, therapy must be administered before correction of' the 
reading difficulty can take place. 
It seems that only too often too little thought is given 
to the fact that the reading problem is definitely related 
to the wholesome adjustment of the child - first, to himself, 
and, second, to his environment. It is the writer's opinion 
that more progress will be made when teachers learn how to 
study, and to become well acquainted with the total develop-
ment of the child. It seems logical to assume that the 
child's physical, social, emotional, and intellectual growth 
··1 Rose s. Hardwick, "Types of' Reading Disability," Childhood 
Educe. tion 8 (April, 1932), pp. 42327. 
I 
and development are closely rela "ted to· his behavior and 
progress in the learning situation. 
Purpose of Study, _ 
The major purpose of this investigation is to study the 
-
reading achievement of pupils having emotional, social, 
economic, and personality problem factors in comparison with 
pupils who are considered free of those handicaps. 
As there are many factors which influence success and 
failure in reading achievement, and in order to glean as much 
criteria as possible from a study of this kind, it would seem 
necessary to be more definite, therefore this investigation 
will be concerned with the following: 
Specific Problems 
1. 4,re socio-economic problems related to poor 
achievement in reading? 
2. Does over-protection of children influence reading 
achievement? 
3. Are personality factors associated with reading 
failure? 
4. Atwhat grade levels do emotional, social, economic, 
and personality-factors have most influence on 
reading retardation? 
5. Do emotional, social, economic, and pers~nality 
factors influence boys reading achievement more than 
the. t of girls? 
9 
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6. Do emotional disturbances in the home have a 
tendency to lessen the child's desire to learn to 
read? 
Justification of stu~~ 
It seems probable that if some of these queries could be 
answered through a study or comparative groups more material 
would be available showing whether or not emotional, economic, 
social, and personality factors influence reading successes 
and failures, at what grade levels these factors have their 
greatest effect in order that precautions or preventive 
methods might be taken to avoid or minimize those factors 
which seem to exert a damaging effect on reading progress. 
Basic Assumptions 
Uncontrolled Factors 
There are many uncontrolled factors present in a study 
ot this kind which might have a direct bearing on the assump-
tions made by the author due to the cultural, educational, 
social, and economic background or experiences to which she 
bas been subjected. It is also to be understood that some 
teachers make the learning-to-read process a most pleasurable 
experience by eliminating _or minimizing any tensions, 
apprehensions, worrie~ or unrest that may beset the child 
who is being launched on a new adventure, as contrasted 
with other teachers who consider teaching to read a mechen1ca 1 
process which the child is expected to absorb in very much 
10 
---~==~F======== ----'=----=~=- ----=~·-==============tF===== 
I 
II 
II 
II 
'I 
I 
I 
of reading is another assumption. However. some children in 
this study were subjected to more substitute teaching tbS.n 
others, a factor which would tend to heighten emotional 
1 
disturbances in the maladjusted child. Delp says on this 
subject: I 
"Reading disabilities likewise pose problema for 
school personnel. Most persons speak of reading as I 
though it were a simple unitary process. A few talk 
about a broader viewpoint, but seldom is this the result j 
· of full comprehension • . Only a small percentage of 
teachers have bad experience with reading diagnosis or I 
remedial reading. Pew have ever observed individual 
diagnosis of reading problems. understanding, which 
can beet come from such observation, is considered 
necessary to good teaching." 
There were no marked variations in school attendance 
over a five year period of the groups being used in this 
study. 
Controlled Factors 
It seems relatively iaportant to consider the controlled 
factors which were present in this study as they might affect 
reading achievement either in a favorable or unfavorable 
manner. 
Each group ot children chosen were equated for mental 
age. Socio-economic and cultural backgrounds were equated aa 
1 Harold A. Delp, "Training Teachers and Other School 
Personnel to understand Clinical Problems," The Elementary _ 
School Journal,Sl(May, 1951), p. 491. · 
I' 
closely as possible. '!'he chronological ages were controlled 
somewhat as in this town the entrance age requirement for 
first grade was ti ve years and ·nine mon tbs. 
In this community there were· ma:rked varia ttons in the 
s octo-economic status but children in this a tudy were equated 
only w1 th others ot their own socio-economic group. 
The basal reading method used in all the grades in this 
town was the same. It · was under the diree tion ot a most 
I 
capable reading supervisor who seemed to senee any deviations 
in the classroom and would immediately concentrate on elimi· 
na ting or remedying whatever problem might arise as quickly 
and thoroughlT as possible. 
It seems that consideration ot the controlled and 
uncontrolled taetora should be noted in such a study in 
order to justify the concensus ot opinions formulated by the 
supervisors, teachers, state psychiatrist and the author. 
Procedure 
The author intends to proceed to handle this study 
through an investigation of the cumulative records of pupils 
using all available data trom- their school records. Recorda 
are available which cover a five year period, beginning at 
Grade I and extending through Grade v. 
12 
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CHAPTER II 
RELlTED RESEARCH 
Although reading material seems static at all times, the 
child is dynamic and constantly changing. Reading_ calla to 
action the whole organism, a·nd, whenever the equilibrium or 
the organism 1s disturbed' by emotional, ph'181eal, or social 
handicaps, reading efficiency may be reduced greatly. 
'l'b.e roots or many reading probleDI8 seem to stem from 
emotional, social, or physical immaturity. It is assumed 
tha. t they are symptoms of unme t needs • 
Frequently it is assumed th.at · neither the school nor the 
home gives the child the adequate sense o-f security that is 
fundamental for emotional stability. It is the writer •a 
I 
opinion that the emo·tional disturbances can deaden the child •a 1 
desire to learn to read. She also assume·s · that one of the 
fundamental needs ot every child is proper, satisfying, 
social adjustment and recognition. Not only mu.t the child 
be accepted by the immediate society of which he is a member 
but he must also accept himself'. He must· be both a desired 
and a desirable member of' the group. 
It is assumed that another f'undamental need that is 
closely related to the child's social and emotional maturity 
4 
is that of competency. At no time should a child be allowed 
to feel incompetent in learning to read. Although the child 
may lack the ability to read as effectively as his classmates, 
he should experience a sense of satisfactory accomplishment 
by tasting a degree of success at his own reading level. To 
give him success, it seems that the teacher should provide 
reading material appropriate to his abilities. I 
It seems tba t a lush environment, from the point of view 
I 
of child development, will have in it a variety of experiences \ 
and many degrees of difficulty ·in material or experiences of 
the same type. Since each child's pa t ·tern of growth is 
individual, he is stronger in some capacities than in others • 
. In addition, the child' a variety of experiences has produced 
tor him different associa tiona with different ·words. The 
child who bas a background of rich, varied and pleasant 
experiences in all probabil1 ty bas also had pleasant associa-
tions with words. For him, reading will most probably be a 
quick and pleasant . task. On the other hand, the child with a 
limited background of experiences, who bas had unpleasant or I 
I 
I indif.ferent- assoc1.a tiona with words, is more likely to .find 
'I 
reading a difficult and unsatisfying experience. Because I 
his pa~t experience with words has been unpleasant a mental I 
I 
II 
block against words may have been established, am , until 
that block is removed, it is nry doubt.ful that learning to 
read will take place. 
1_5 
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For &X$mple, words with accompanying pictures, classi-
fied as "pleasant," "indifferent," or "unpleasant" were 
1 
selected by carter and presented to children. Later he 
studied the recall of words when the pictures were shown 
and found that pleasant words were learned better than 
unpleasant or indifferent words. Unpleasant words were 
2 
learned better than indifferent ones. carter noted a 
tendency to replace unpleasant and indifferent words with 
incorrect pleasan·t words. His study showed that pleasantness 
or association may be directly related to the rate of word 
learning. 
3 
Robinson found that difficulty or failure in learning 
to read may lead to such_a degree of fear conditioning that 
the sight of reading material causes a disorganized emotional 
response which further inhibits concentration. perseverance, 
and motivation. Emotional tension may cause reading diffi-
culty and failure when the subject is firs _t presented. 
Repeated failure may result in frustration, and the continual 
persistence of failure strengthens the frustration leading 
to emotional maladjustment and complete discouragement and 
failure in the reading process. 
1 B'aroid D. Carter, "Emotional Correlates of Errors in 
Learning," Journal of Educational Psycholo.sz, 28 (January, 
1936}, pp. 55-67. . . 
2 ~-· p. 64 
3 Helen Mansfield Robinson, WhS Pupils Fail in Reading, 
University of Chicago Press, C icago, 1946, pp. 76-77. 
~-+~~~ 
I 
I' 
I 
The emotional and personality problems of the psycho-
pathic or neurotic ohild are plainly evident. However, many 
minor adjustments which every child muet make when he enters 
school, combined with immaturity, lack of self-confidence and 
of security, previous e:xperiencee with words, and timidity, 
any or all of these may hamper his willingness to learn to 
read. It seems necessary 1 therefore, to · establieh rapport 
between the teacher and pupil during each and every learning 
situation eo that the firet steps in learning to read do not 
lead to frustrations and emotional tensions. The results of 
failure to read have been numerous and undesirable. Among 
them are social malad'justment, delinquency, and even crime. 
1 
JUanchard stated that "the unconscious wish of the 
parent to eee a child's difficulty with reading ae primarily 
educational r .ather than emotional is not bard to understand. 
The former implies a problem with the child's relationship to 
the school, the latter may lead to the parent's beginning to 
question his own relationship to the child and the need to do 1 
eomething about it." 
2 
Blanchard further stated that she believed in cases 
where neurotic symptoms or personality and behavior ditfi-
culties are present, a therapeutic approach is. more suitable 
1,, · 1 Pbj'l11s Blanchard; "Reading Diaabili ties in Relation to 
Difficulties of personality and Emotional Development." 
Mental Hygiene, 20, p. 396. 
I. 
I 2 ~·· P• 397 
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than an educational one. There seems to exist a deep rela-
tionship between emotional problems and reading disabilities 
and although no claim is made that trouble with reading is 
invariably of an emotional personality origin, experience has 
led -the writer to believe that it is related to difficulties 
in emotional development more frequently than bas been 
realized. 
1 
As tar back as 1925 Orton described four types of 
emotional responses to reading disabilities which resulted in 
school failure. 
In a study of reading retardation at the Educational 2 ' 
I 
! 
Clinic of Boston University, it was found that 200, or 39 per 
cent, of the 517 eases listed showed an emotional disturbance 
of some kind. Discouragement appeared in 26 per cent of the 
cases; nervousness was next in frequency, occurring in 18 per 
cent of the cases. The only other category which occurred in 
more than 10 per cent of the cases was family trouble. -
Feelings of inferiority, insecurity, and lack of confidence 
together accounted for 19 per cent of the 200 cases showing 
emotional 1nstabil1 ty. 
It seems logical to assume that since our present 
I 
·t s. T. Orton, "Word-Blindness in School Children," Arch! ves 
1
1 
of Neurology and Psychiatry~, 14 (November, 1925), pp. 581-515. 
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each new trial, however, may ba ve many true tra tiona I 
which eventually cause a senae of shame and a feeling of 
anxiety, followed by lack of interest, application and 
1 
motivation. Sherman recognised the development of defensive 
or aggressive response to failure, as well as a feeling of 
anxiety from which defense reaction may stem. These 
aggressive traits are fostered by the child to compensate 
for his inadequacy in the reading program. 
2 
Gellerman atated: 
"Learning to read is, in reality, a composite 
experience, a dynamic intergration of many subtly 
interrelated variables, very few of which may be 
ef.t'eetively controlled in the classroom. 'l'he child's 
physiological condition, his familial security, his 
social a ta tus in the play group, even so seemingly 
insignificant a f'act0r as the weather--all may bave 
a direct bearing on his classroom per.t'ormance." 
· 1 Mandel Sherman, "Emotional Dis turbancea- and Reading 
Disability," Recent Trends in Read1if, PP• 126-34. Compiled 
and edited by w1111am s. Gray. Supfementary ·Educat1onal 
Monographs, 49, university of Chicago Preas, Chicago, 1939. 
2 Saul w. Gellerman, "Casual Factora · in the Reading 
Difficulties of Elementary School Children," Elementary 
School Journal, 49 (May, 1949), pp. 523-30. 
===-o= ----=-- --=== 
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'fhe writer :feels that, unfortunately, .reading diffi-
culties are cumulative a:ffairs. They are seldom referred 
for clinical atudy until they have ·had several years in which 1! 
to enlarge and become strongly entrenched as an integral part I 
o:f the child' a developing personality pattern. It aeema that 
by the time most cases are referred for clinical aid they are 
so advanced that a complexity of complicating factors are ao 
f'irmly founded that the,.-, almost literally, press down on the 
child to hold him back. The writer assumes· that each child I 
I 
I' 
brings with him into the classroom certain attitudes as well 
as capacities, and once the capacities are :flouted, either 
through overta~tion or through understimulation, the child's I 
attitude will inevitably be affected. A child may develop a 
dislike :for reading if it is too dif:ficult or so easy that 
it presents no challenge ana is uninteresting. This dislike 
may be further aggravated by his family who may a cold and 
even punish him for unsatisfactory school work and such · 
treatment would result in developing increased antagoniam 
toward the subject matter that bas alread7 jeopardized his 
home seeuri t}'. Also such a condition may produce a disdain.tul j
1 
attitude on the part of siblings or friends who have been 
more successful in school. This may have a tendency not only 
to increase his dislike for school work, but the child, in 1/ 
his search for a means to regain status will probably over- II 
compensate in some other field distinctly antithetical to the 
2 0 
I 
~----
1 hated 
I 
school work. The learning to read process then may 
I 
I 
I 
!I 
II 
I 
I 
I 
I 
I 
I 
II 
I 
become associated in the child's mind with scorn, difficulty, 
embarrassment, punishment and similar unpleasant experiences. 
The author believes that such a situation can be handled 
successtully through skillful motivation, establishing a 
friendly relationship between herself and the pupil, providing' 
for aueceastul exper1ences, choosing materials which are of 
the child's own interesta, maintaining that interest by 
avoiding monotony and creating a desire to succeed through 
dramatizing the child's progress. It may be that intereat 
could be maintained by having the entire process presented 
like a game. 
Some investigators have concluded that .frustrations and 
their effect on learning are aignificant. Thorndike and 
1 
woodyard reported frequent irritation and loss of interest 
when frustrations were experienced during the reading leason. 
2 
Fernald' a view of the si tu.a tion is as follows : 
"The blocking of voluntary action bas been leng 
reeogniaed as one of the conditions that result in 
emotion. ••• The individual who fails constantly in 
those undertakings which seem to him of great importance 
and who is conscious of failure is in a chronic state 
of emotional upset." 
·1 Edward t. 'l'horndike and Ella Woodyard, "Influence of the 
Relative Frequency or Successes and Frustrations upon 
Intellectual Achievement," Journal ot Education Psychology 
(April, 1934), PP• 241-50. j, 
I 2 Grace M. Fernald, Remedial Techniques in Basic school 
I SubJects, McGraw-Hill Book Company, Inc., Wew York, 1943 1 p. '70. 
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1 
Fernald fUrther states that neurotic children have an 
unusually keen sense or reeling and sense intensely their 
failure to learn to read. They are inferior in their ability 
to cooperate and apply themselves to a given task for any 
II 
length of time. They should be referred to a psych1a tria t jl 
before they attempt to read or failure may result. I 
It seems strange that education should be in a trial-and-
error stage as far as development or pers·onality traits is 
concerned. In any library or education one can find volumes 
on methods of teaching arithmetic, reading, spelling, social 
studies, and many of these volumes represent scientific psy-
chological experimenta tlon in these fields. It seems strange 
that on the question of development of desirable personality 
traits in children, education has relatively little to offer. 
Yet men and women will generally admit that ability to make 
a good adjustment to other people is one of the large at I 
factors of success and happiness in life and that this ability
1 
is based on personality traits and emotional stability. 
However this side of the child's development has not been very 
seriously considered as part of the school's duty. 
It seems that the child•s behavior is symptomatic of 
his deep-lying needs. Unfortunately, however, when the 
behavior is aggressive, or antisocial, the school often looks 
upon the child as ·an enemy instead of a citizen of the 
I 
I 
22 
school, I 
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who 1 if' handled in a constructive manner~ may become socially 
useful. Because of' negative personality traits, children are 
often sent out of' the school room, suspended or expelled~ 
without the consideration of' school authorities that their 
negative behavior is as much a part of' the school'S duty as 
fUrnishing the child with a bac~ound of' uaef'ul arithmetic. 
1 
zachary stated: 
"The child through his inner life tries to reconcile 
his impulses and his environment. The environment is 
made up largely by his parents and his teachers who make 
it what it is because of' their own impulses and through 
their own emotional needs. can we not guide the child's 
impulses so that they will be organized toward an 
intereet rather than a complex? Can we not apply the 
laws of' learning to the formation of' his habit pa tterna 
and so control his environment that sa tis faction will 
accompany constructive mechanisms of adjustment? If' the 
continual growth of the child is the aim of' education, 
this is interfered with because a maladjusted child doea 
not bring unified energy to the situation." 
It is logical to assume that children suffering from 
temporary or persiatent abnormal emotional conditions are 
neither happy nor productive in school or elsewhere. Many 
teacher• have been slow to take on responsibility f'or the 
mental health of their pupils. There are good reasons f'or 
II 
this apparent neglect, among which are the overload of' 
unavoidable duties related to subject-matter achievement and 
the overload in the number of' children to be handled. It 
1 
would aeem wiaa to have teacbars prepared to identity a;vmpto• JI 
1 caroline B. zachary, Personal1t 
Children, Charles Scri b.-.n~e.;.r.;.z.,-.s-·~s-o.;;;ns~,~:-:--~~~~"liii.r:;.;;.;;;;;~.y2 • 
23 
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I' I jl.f emotional trouble just as so many are now observant of 
I 
I 
physical illness among their pupils. One assumes that the 
teacher is only meeting her obligation to any such child as 
may show evidences of emotional maladjustment and do all in 
her power to see that he gets remedial attention. Conse-
quently, because the teacher is unavoidably having some degree 
of a psychological effect of some nature on her pupils, she 
should be aware of some of the early signs of malfunctioning 
and of proper action to take when the signs are noted. 
l 
Osburn described three forms of treatment to remove 
emotional blocks in reading which have been used successfully 
in the Educational Clinic of the University of washington for 
a period of six years, extending from 1943 to 1948, inclusive. 
The first of these, the "encasement" method is one in which 
it is assumed that it is possible to wall off the semantic-
poison pocket in much the same way as an inflamed tubercula 
can be walled off in a tubercular lung. For example, when 
the trouble centers in reading, reading as such is avoided 
and something is sought out in which the child can excel, so 
that he can build up his self-respect, and thus command the 
respect of others. In short, the essence of the encasement 
treatment is to find something that interests the pupil and 
to teach him to do that thing with more-than-average success. 
1 worth J. osburn, "Emotional Blocks in Reading," The 
.. Elementary School Journal, 1 (September, 1951) pp~23'-30. 
24 
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When this bas been done, the block is broken, morale restored, , 
and the child can be taught by ordinary methods. T.he second 
approach to the treatment of emotional blocks used at this 
clinic is the "cathartic" method. It is based on the hypoth-
esis that, if there is a semantic poison in the brain, the 
thing to do is to purge or burn it out. The third approach 
to the problem of emotional blocks is the medium of psycho-
drama. Psychodrama involves both encasement and catharsis. 
This third method was not used in the Education Clinic 
because it requires an audience. However some experimenting 
with it was done in local schools. 
In putting this method into action, a cast of players is 
selected, and they in turn, select some type of unacceptable 
behavior and dramatize it before the rest of the class. The 
classroom "smart aleck" plays the leading role in a drama in 
which he must portray the qualities of the "smart alec," at 
their best from his point of view. The audience furnishes 
dramatic criticism and points out chances that he missed to 
be more successful in his role. It is assumed that a child 
who reels the need of "showing off" is one who is frustrated 
in some area of self-realization. In acting a show-off, his 
performance becomes approved. This purg_es or drains off his 
emotional tension and enables him to achieve social recogni-
tion. His show~off tendencies are thus conditioned to role-
acting at a specific time. Thus his tendencies in that 
direction at undesirable times are inhibited. 
1 
Hinkelman round that the general trend is f'or the more 
intelligent pupils to be the best-adjusted pupils and evidence 
such as this is of' some value in the stud7 of individual 
2 
behavior. Hinkelman also stated that it is obvious that 
high intelligence favors adjustment and that low adjustment 
obstructs it, and that problems of adjustment are more acute 
with the so-called "high-grade subnormala." 
3 
Ivey argues tba t the physiological, social, and 
'I 
I 
emotional needs of' the child require systematic educational 
contributions from many community agencies and that schoole 1 
should therefore strive to develop competence in working with 11
1
1 
other agencies. 
4 
Fernald stated that children, upon entering school, are 1 
eager to learn to read and write and like to keep up with the 
progress of' their classmates. They bave the desire to learn. 
and, if that desire is tbwarted, they develop emotional 
5 
problems. Fernald reported tba t, of seventy-eight cases of 
1 Emmet Arthur Hinkelman, "Intellectual Level and Personality 
Adjustment," Elementary School Journal, 52, University of 
Chicago Preas, chicago (September, !tJ5l) pp. 31-35. 
2 Op. Cit., pp. 31-35. 
3 John E. Ivey, Jr., "The School's Relationship with Other 
Community Agencies," School Executive, 70 (May, 1951), 
PP• 19-22. . .. . .. . . 
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extrem~ reading disability treated in her clinic, only fo.ur 
entered with no history of emotional maladjustment. The 
extreme emotional reaction did not take place until after the I 
child had experienced repeated difficulty and lack of success. 
This condition produces a deep-seated sense of inferiority in 
many children and kills any incentive to try to learn. some-
times an aggressive, irritable personality develops and the 
child tries to compensate for his inability to learn by the 
extra attention he receives from teachers and parents, who 
recognize him as different from other children. 
1 
Ridenour found that the child who has experienced many 
frustrations in the learning process may appear to be lazy or 
indifferent. This may be caused by an unbalanced glandular 
condition, or it may be a "front" developed to cover the 
child's sense of inadequacy. If the cause is not physical,hia 
, I 
resistance to reading may be overcome under wise guidance, and 1 
his desire to learn to read can be succeaaf'ully remotivated. 
2 
])lrrell found that many confusions take root when the 
immature child is exposed to the mechanics of reading before 
he is ready to cope with its complexities. This dif'f'iculty 
could be remedied with more efficient, thorough reading-
readiness programs. 
! ·1 Nina Ridenour, "The Treatment of Reading Disab111 ty," Mental l1 
H7giene, 19 (JUly, 1935), pp. 387-397. 
2 Donald n. Durrell, "Confusions in Learning," __ Educat1on, 52 II 
(February, ·1932), pp. 330-31. 1 
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1 
:ourrell stated: 
"If the confusion produced by error 1 eads to mental 
blocking, additional conrusion, discouragement, with-
drawal or attention, or to meaningless activity by 
tear of failure or ridtcule, the child stays on the 
learning plateau for a long time." 
2 
Gates, in a SUJmD.8.ry of his studies of emotional and 
personality problems in relation to reading diaability, 
stated that emotional instabilit7 was found in about 75 per 
cent of retarded readers but that in only about 19 per cent 
of these cases was it found to be the specific cause of the 
reading disability. It waa a contributing, but not 
necessarily the primary, cause. 
3 
Kirk listed the following personality traits aa those 
which showed improvement with remedial teaching in high grade 
mentally defective children whom he studied: inattentiveness, 
daydreaming, incorrigibility, negativism, and shyness. 
4 
Blanchard reported tba t many children referred to as 
reading failures were daydreamers, unintereated, bored, 
sensitive, absent-minded, and solitary. Unless socially 
l Ibid., PP• 330-31. 
2 Arthur I. Gates, "The Role of Personality Maladjustment in 
Reading Disability," Pedago,ieal Seminary and Journal of 
. Genetic Psychology, 59 (Sep ember, 1941), pp. 77::S!. · 
3 samuel A. Kirk, "The Ef'.feeta of Remedial Reading on the 
Educational Progress and Personality Adjustment of High-Grade 
Mentally Deficient Problem Children," Journal of Juvenile 
Research, 18 (July, 1934), pp. 140-162. 
4 Phyllis Blanchard, "Reading Disability in Relation to 
.Dladjustment-" Mental Hygiene, 12 (October~ 1928), pp. 772-aa.l 
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I 
acceptable compensations were developed along with the reading 
failure, personality and emotional problems arose. The I 
emotional tension, combined with anxiety and misunderstanding, 
caused a resentful and antagonistic attitude toward help. In 1 
some instances, effective remedial help in reading was not 
enough to relieve intenae emotional stress, and psychiatric 
treatment was necessary in order to produce satisfactory 
emotional and personality adjustment. 
1 
TUlchin believed: 
"The more primary the emotional factor• the greater 
the stumbling block in treatment. Also when emotional 
factors seem primary~, d1sabili ty and general lack of 
progress in other subjects as well as in reading is more 
likely to occur." 
2 
Eames found that malnutrition, infections, and endocrine 
disturbances are the three general physical factors mentioned 
most frequently as possible causes of failure to read. 
3 
Stullken found that 20 per cent of the boys who were 
behavior problems had severe reading difficulty and that 66 
per cent were retarded one year or more in reading below 
their men tal age. Through the a tudy . of a ta tis tical data, he 
. l Simon H. 'l'Uichin, "Emotional Factors in Reading Disabilities 
in School Children," Journal of Education psyehologz, 26 
(September, 1935) , pp. 445-46. ' 
2 Thomas Harrison Eames, "A Frequency Study of Ph'fSical 
Handicaps in Reading Disability and Unselected Groups," 
Journal of Educational Research, 29 (September, 1935), 
pp. 1-5. ~ . 
3 Edward H. Stullken, "Retardation in Reading and the Problem 
Boy in School•" Elementary English Review, 14 (May, 1937), 
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concluded tba t reading diaabili ty was an important underl7ing 
factor in producing school maladjustment. He also found that 
effective remedial reading changed the attitude of the 
delinquent boy. When a boy had won success in his school 
work, he was less likely to make a bid for attention by 
participating in anti-social and delinquent behavior outside 
school. 
1 
Olson ia of the opinion that not only physiological and 
intellectual factors, but also instinct, emotion, and social 
faiths are involved in learning. Emotions should be harnessed I 
to constructive activities. 
summary 
One assumes, after a research study of personality, 
social, economic, and emotional factors and their effects on 
reading achievement, that a trend is developing in education 
where emphasis is centered on the consideration of the whole 
child and his environment and on techniques which will help 
to bring about his all-round development. 
Emotional blocks seem better understood through studying 
the series of processes of which they are a part. They seem 
to be the results of frustrations caused by either static 
conditions or by opposing forces. 
1 Willard C. Olson, "Emotional and So.cial Factors in Learning," I 
Educational Diagnosis, Thirty-FOurth Yearbook, National 
Society for the Study of Education, Distributed by The 
University of Chicago Preas, Chicago, 1935. 
II 
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TO summarize the research that bas been done it seema 
logical to assume that socio-economic pressure, over-
protectiveness, personality, emotional, and social factors 
are of great importance and play a decided role in a child's 
reading ability. Since many of the leading educators of the 
day have given these factors much consideration it seems 
possible to assume that when these factors are better 
understood, more effective teaching and learning can take 
place. 
I ji 
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CHAPTER III 
PLANNING AND ORGANIZING THE STUDY 
In making plans for the compare. ti ve paired group s tud7, 
consideration was first directed toward finding cases and 
data necessary for the investigation. 
source of nata 
The research materials were secured from the cumulative 
records of pupils who entered Grade I in one of the largest 
public school systems in New Hampshire and were in the same 
school system for five consecutive years. However, in order 
II 
to obtain enough data to make comparisons when dealing with 
personality and emotional problem cases and those children of ' 
comparable I.Q. free of those handicaps, it was necessary to 
go back several years further in the files. 
Selection of cases 
T.his was done by studying the information on the 
cumulative records as to the location of a pupil's home. 
Fortunately, in this city, one section is made up of homes 
with people of high socio-economic status while another 
section, near the factories is made up of a population of 
the low socio-economic group. Pupils were chosen from each 
of the schools in the areas and were paired as nearly as 
possible with I.Q. 
33 
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The judgment of the reading consultant and the teachers 
-
who are still in the school system who had these children 
during any of their five years attendance was a determining 
factor in selection of cases to be used in this study. 
Objective Data Used In .This Study 
California Test of Mental Maturitl Grade .I 
Intelligence was measured by means of the California 
of Mental Maturity for Grade I. The large amount of non-
verbal material was considered a commendable feature of this 
test. Each battery contained sixteen subtests described as 
measuring memory, spacial relations, reasoning, and vocabulary, ·! 
as well as tests of visual and auditory acuity and of motor 
coordination. Age norms were supplied from which M.A.s and 
I.Q.s were determined for the language andnon-language tests 
separately and for the test battery as a whole. A. diagnostic 
profile was used to appraise the relative strengths and weak-
nesses of the examinee in various subtest groups. 
Lee-Clark Reading Test Primer 
'!'he Reading Age in Grade I was determined by the Lee-
· clark Reading Test Primer, 1943 Revision, Form A. This teat 
was given at the end of the first school year. The Gates 
vocabulary List was used as a guide in the selection of words, 
80 per cent of the different words being found in the first 
five hundred of the Gates list. Part I was designed to 
measure the pupil's response to auditory stimuli, Part II 
__ 'I 
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tested the pupil r s ability to recognize eleven words, and 
Part III measured the child's ability to follow directions. 
Gates Primary Readi~ Te~t 
;\ 
I 
I 
,, 
The reading test given in Grade II was the Gates Primary 1 
Reading Test, Type I Word Recognition. The test was designed 
to measure the degree to which pupils can identify with 
reasonable accuracy representative primary words. All the 
words used fall within the first 1000 words of the Ga tee 
Primary Word List. This test was used to determine Reading 
Grade. 
Progressive Achievement Test Grade III 
Information was derived from the Progressive Achievement 
Test, 1943 Edition, Grade III, concerning the pupil~ attain-
ment of typical subject matter stressed in Grades I - III. 
Four major areas--reading, vocabulary, reading comprehension, 
and language were divided into subtests for diagnostic 
purposes. The test was useful in studying group attainments 
and revealing needs in separate subjects. 
Progressive Achievement Test - Elementary Battery Form A 
Grade IV 
This test, as did the test given in Grade III, was a. 
diagnostic survey test in the fundamental skills. The five 
major areas were constructed to reveal learning difficulties 
and served as the basis of remedial and constructive educe.-
tional guidance on the part of the teacher. 
I 
,, 
I· 
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Progressive Achievement Test - Elementary Battery Form _B 
This test was given in Grade V and is similar in con-
struction to the Progressive Achievement Test - Elementary 
Battery Form A given in Grade IV. 
Sex Differences within the Group 
1 ' 
:ourrell found, from remedial reading cases brought 
to the Boston University Educational Clinic, that there 
were ten boys who were reading problems to every one girl 
retarded in that subject and that sex differences in reading 
progress were apparent as early as Grade I and possibly 
even earlier in the reading readiness stage. 'l'herefore it 
would seem logical to assume that even greater differences 
in reading achievement would be expected when one dealt 
with cases of boys who had a personal! ty or an emotional 
problem, or as very often happened, a combination of both. 
The cases dealing with sex differences were the same 
cases used in this study which dealt with emotional and 
personality problem cases which were compared with those 
judged free of those handicaps. 
1 Donald D. Durrell, If&rovement of Basic Reading Abilities, 
World Book Company, Yo era-on-Hudson, lew York, 1940, 
pp. 281-282. 
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The following partial table ~eaents a classification 
on the I.Q. range pertinent to this study as compiled by 
1 
Merrill. 
Table 1. Intelligence Range 
Pertinent to this Study 
I 
I 
Intelligence Range 
120 up superior 
110-119 High Average 
90-109 Normal or Average 
80-S9 Low Average 
summarz 
This chapter describes the t.ype ot research approach 
which was used in this s tu(iy. The California Mental Maturity 
Te·s t, the Lee -Clark Reading Teet, the Ga tea Primary Reading 
Test, and the Progressive Achievement Tests, Grades III, IV, 
and V were the measuring instruments used to obtain sufficient 
data to make comparisons. 
The following in!'ormation was kn:own about each child 
who was used in this comparative case study. 
l. Chronological Age 
2. Mental Age 
I Maud Merrill, "I.Q.s on the Revised Stan.ford-Binet scale," 
Journal of Educational Psycholosz, 29 (December, 1938), 
pp. 641-661. 
I 
1\ 
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3. Intelligence Quotient 
4. California Mental Maturity ~at 
5. Reading Gradeswere obtained from the following 
tests: 
a. Grade I Lee-Clark Reading Test Primer 
b. Grade II Gates Primary Reading Test 
c. Grade III Progressive Primary Achievement Test 
d. Grade IV Progressive Intermediate Achievement 
Test (Form A) 
e. Grade V Progressive Intermediate Achievement 
Test (Form B). 
I 
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CHAPTER IV 
ANALYSIS OF DATA 
In order to attempt to answer the questions concerning 
I 
I 
jl 
I 
the specific problems as stated in Chapter I, data were 
I classified into sections, and analyzed in relation to the 
I. 
I 
particular problem being considered. To follow along the 
plan of study each statement was restated in the same order 
as in the first chapter of this study. 
This is a comparative study in which the writer attempted I 
to match pairs of cases having an equated I.Q. to check 
progress in reading achievement. Each pair listed in the 
tables is of the same sex. 
Problem I 
A.re socio-economic problems related to poor achievement 
in reading? 
Table 2 gives information on the I.Q.s and Reading Grade 
scores derived from standardized tests beginning at Grade I 
and continuing through Grade v. 
I 
I' 
I' 
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I Table 2. High Socio-Economic Group Compared with Low 
Socio-Economic Group to Determine Likenesaea 
and Differences in Reading Achievement 
High Socio-Economic Group Low Socio-Economic Group 
Reading Grade 
case 
No. IQ I II 
G 1 148 3.0 4.6 
B 2 144 2.9 4.5 
B 3 132 2.8 4.2 
G 4 131 3.2 4.6 
G 5 122 2.8 4.1 
B 6 117 2.0 2.8 
G 7 116 13 .o 4-9~ 
G 8 116 2.2 3.5 
B 9 112 2.4 3.3 
B 10 112 3.3 4.6 
B 11 1107 2.5 3.1 
G _]._2 J,O~ 1.9 2.9 
B).~ ~04 2.2 3.0 
B 14 100 2 .4_ ~.4 
B 15 ·100 2.1 3.2 
B 16 99 1.8 2.9 
B 17 98 11.8 12.7 
G 18 96 1.8 
G 19 96 1.5 
G 20 94 1.2 
B 21 89 2.2 
G 22 87 1.8 
B 23 85 2.2 
G 24 85 2.2 
G 25 81 1.9 
B • Boys 13 
G • Girls 12 
2.6 
2.5 
2.0 
2.8 
2.6 
3.3 
2.8 
2.8 
III IV v 
5.9 7.3 9.1 
5.9 '7.3 9.6 
5.8 6.8 7.3 
5.8 7.0 8.5 
5.2 6.9 8.4 
~.7 4.8 5.9 
1_!_.~ :5.9 16.7 
4.2 5.4 6.4 
4.6 6.0 7.2 
5.5 6.8 8.2 
4.0 5.1 6.2 
14.0 ::>.~ 16.2 
1:5.9 4.8 15.7 
I ~ ._6 5.8 7.2 
4.0 5.1 6.3 
3.7 4.6 5.6 
3.9 4.8 5.9 
3.2 4.0 4.6 1 
2.9 4.0 4.9 
3.1 4.2 5.3 
3.6 4.7 5.5 
3.3 4.0 4.6 
4.6 6.0 7.5 
3.4 3.8 4.2 
3.7 5.0 6.0 
Reading Grade 
case 
No. IQ I II III IV 
1 148 2.4 3.8 5.2 6.6 
I 146 2.0 3.6 4.9 6.2 
3 130 2.-& 3.1 -&.6 5.8 
4 131 2.8 4.2 5.6 '7.4 
5 122 1.9 2.8 3.8 5.3 
6 11'7 2.5 3.4 4.2 5.5 
7 ~us ~.9 :5.2 :5.8 p_.o 
8 117 1.9 2.8 4.0 5.2 
9 111 1.'7 2.6 3.8 5.2 
10 113 3.0 4.6 6.1 7.8 
11 106 2.5 3.6 4.7 5.3 
12 ~06 ~.8 1?_._6 ~._8 14.9 
13 1104 ~.9 12 ·!3_ :5.§1 4.8 
1_4 100 ~.6 :2.7 :5.7 14.8 
15 100 2.2 2.7 3.6 4.9 
16 98 1.1 2.2 2.6 3.4 
17 97 1.5 2.4 3.0 3~6 
18 98 1.6 2.3 3.0 3.8 
19 98 1.5 3.4 5.0 7.2 
20 95 1.4 2.6 3.6 4.8 
21 88 1.6 2.6 3.2 3.8 
22 88 1.4 2.5 3.0 3.7 
23 82 1.5 2.3 3.0 j4.2 
24 84 1.2 1.8 2.6 3.5 
25 80 2.7 4.1 4.8 5.6 
Table 2, made up of 13 matched pairs of boys and 12 
matched pairs of girls bad their I.Q.s obtained from the 
v 
9.3 
'7.7 
'7.3 
9.1 
6.7 
6.7 
6.0 
6.3 
7.5 
9.1 
6.8 
5.7 
5.9 
6.0 
5.3 
4.0 
4.8 
4.1 
9.1 
5.9 
4•8 
4.4 
5.1 
4.1 
6.2 
II 
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california Mental Maturity Test. The Reading Grade scores 
were obtained from the following standardized tests: Lee-
Clark Reading Test Primer, Grade I, Gates Primary Reading 
Test, Grade II, and the Progressive Achievement Tests for 
Grades III, IV, and v. The same sources of information were 
used for each of the major tables used in this study. 
The following table is an analysis of the Reading Grade 
scores shown in Table 2. 
Table 3. Analysis of Reading Grade Scores Taken from Table 2 
Higher Reading Achievement 
Grade High Socio-Economic Low Socio-Economic Comparable 
Group Group Achievement 
I 19 4 2 
II 19 5 1 
III 18 6 1 
IV 17 7 1 
v 14: 10 1 
Total 87 32 6 
According to this table, 87 of the 125 higher reading 
achievement scores were made by children belonging to the 
II 
' I 
I' 
High Socio-Economic group. Thirty-two showed higher reading 
achievement in the Low Socio-Economic group and the remaining 
six showed equatable achievement for equated I.Q.s. It seems 
interesting to note that the difference between the two 
These figures II groups leeaens at each consecutive grade. 
indicate superior reading achievement for the High Socio-
I 
I 
lj 
il 
Economic group. 
Problem II 
Does over-protection of children influence reading 
achievement? 
Table 4 is made up of sixteen matched pairs of cases, 
ranging in I.Q.e from a high of 137 to 91. The data used in 
this tabulation were obtained from the same standardized teats 
as those used for Table 2. 
Table 4. over-Protected Group Compared with Group in 
Which Factor of Over-Protection was not Evident 
to Cheek Reading Grades 
Factor of over-Pro·tection Factor of Over-Protection 
Not Evident Evident 
Reading Grade Reading Grade 
case case 
No. IQ I II III IV v No. IQ I II III IV v 
G 1 135 2.7 3.8 5.6 7.8 9.1 1 137 2.8 4.0 5.8 7.2 9.0 
B 2 128 2.8 4.1 5.7 7.2 8.6 2 130 1.8 2.6 3.8 4.9 5.8 
G 3 117 2.0 2.8 3.9 5.0 6.0 3 116 1.4 2.6 3.5 4.6 5.7 
B 4 112 1.6 2.2 3.4 4.4 5.7 4 113 1.2 2.0 2.8 3.7 14.7 
B 5 109 2.1 3.0 3.9 4.9 6.0 5 109 2.0 2.8 3.9 4.8 5.8 
B 6 108 1.5 2.5 3.7 4.8 5.7 6 109 1 .• 8 2.9 3.9 5.1 6.6 
G 7 107 2.2 3.4 4.4 5.3 6.1 7 107 1.3 1.8 2.6 3.8 14.9 
B 8 106 1.4 2.0 2.6 3.7 4.6 8 107 1.6 2.4 2.9 3.9 5.5 
G 9 106 2.4 3.5 4.4 5.2 6.0 9 106 1.7 2.3 3.6 4.5 5.6 
B 10 106 1.8 2.7 3.9 4.8 5.9 10 104 1.2 1.9 2.4 3.0 3.6 
G 11 103 1.8 2.7 3.9 4.8 5.9 11 102 1.6 2.4 3.0 3.8 4.5 
B 12 101 1.8 2.8 3.9 5.2 6.5 12 100 1.9 3.0 4.1 5.3 6.6 
G 13 98 1.8 2.9 4.0 5.2 6.4 13 99 1.1 1.7 2.0 2.4 3.0 
B 14 95 1.6 2.4 3.2 4.4 5.2 14 94 1.7 2.6 3.8 4.9 5.8 
B 15 92 1.8 2.7 3.7 4.8 5.8 15 94 1.0 1.6 2.1 2.6 3.2 
G 16 91 1.8 2.6 4.0 4.9 5.8 16 92 1.3 1.9 2.4 2.7 2.9 
B • Boys • 9 
G • Girls = 7 
The cases used in this table were taken from various 
elementary schools in the same system as the two schools 
from which moe t of the other data appearing in this a tudy 
were obtained did not have enough cases of extremely over-
protected children to make any kind of comparison possible. 
nata were obtained from six different schools. 
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Table 5. Anal71is of Reading Grade Scores Taken from Table 4 
Higher Reading Achievement 
Factor or Factor or Comparable Grade over-Protection Over-Protection 
Not Evident Evident Achievement 
I 12 4 
II 11 5 
III 10 5 1 
.. 
IV 12 4 
v 12 4 
Total 57 22 l 
Higher reading achievement was scored £1tty-eeven -timea 
out o£ a possible eighty·by the group that was £ree of the 
factor of over-protection, twenty~two times by the over-
protected cases and in one instance the factor of over-
protection (independence) made no difference in reading 
achievement. This indicates over-protection did influence 
reading achievement un£avorably in these sixteen paired eases. 
Pr·oblem III 
Are personality factors associated with reading achieve-
ment? 
All data relevant to this problem were derived from the 
same sources as the data used in Tables 2 and 4. 
I 
I 
!, 
'I 
The desirable personality traits which were apparent 
in the group chosen to represent those cases having positive 
pereonality traits included the following: 
. Initiative 
Emotional responsiveness 
Emotional stability 
Generosity 
Social responsiveness 
Self-confidence 
Optimism 
The absence 'of these personality traits or their 
opposite were considered when choosing the cases for Table 4. 
Of this group of twenty-five caees who had undesirable 
personality traits, eleven were judged behavior cases by 
their teachers. 
The faulty emotional habits checked were the following: 
Demand for frequent attention 
Disobedience 
Jealousy (parents, siblings, friends) 
46 
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Emotional disturbances in the home 
Dependency 
Quarrelsomeness 
Regression or anti-socialism 
stealing 
Temper tantrums 
Abnol'lllal tears 
Each child selected was burdened by at least two ot 
the faulty emotional £actors. One child was burdened by a 
combination ot six. No case used showed evidence o£ being 
subject to more than six faulty emotional factors. 
il 
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Table 6. Group with Desirable Personality Traits Compared 
with Group Having No Evident Undesirable 
Personality Traits for Reading Grade Scores 
Desirable Undesirable 
Personality Traits Personality Traits 
Reading Grade 
hase 
Reading Grade 
case 
No. IQ I n III IV v No. IQ I II III IV v 
G 1 144 3.1 4.9 6.1 8.2 9.8 1 144 3.0 4.8 5.9 7.6 9.3 
B 2 141 2.9 4.5 5.9 7.3 9.6 2 143 2.2 3.9 5.6 8.2 9.5 
G 3 133 2.6 3.9 5.2 6.6 7.8 3 131 1.8 2.6 3.7 4.6 5.4 
G 4 124 3.0 4.8 5.8 '7.2 9.3 4 121 1.4 2.0 2.6 3.4 4.2 
B 5 \123 2.4 3.2 4.8 6.3 '7.5 5 125 2.8 z.a-4.'7 5.8 6.'1 
G 6 118 1.8 2.9 3.8 4.8 5.9 6 119 1.6 2.'7 3.3 4.0 4.8 
G 7 115 2.1 3.4 4.4 5.2 6.4 7 1-16 1.6 2.2 3.4 4.3 5.2 
B 8 114 2.8 4.0 5.6 6.9 8.0 8 116 2.0 2.8 3.7 4.8 5.'7 
B 9 114 1.8 3.0 4.1 5.2 6.3 9 113 1.4 2.2 3.0 3.9 4.6 
B 10 114 2.1 2.8 4.6 5.9 6.6 10 115 1.3 1.8 2.4 3.0 4.6 
G 11 106 1.9 3.0 3.9 4.'7 5.9 11 106 1.8 2.8 3.9 4.8 6.0 
B 12 106 1.4 2.0 2.6 3.2 3.8 12 106 1.8 2.8 4.1 5.2 6.3 
G 13 105 1.9 2.8 3.7 5.0 6.0 13 105 1.6 2.4 2.9 3.5 4.3 
B 14 102 1.9 2.8 3.9 4.8 5.7 14 103 1.6 2.4 3.3 4.5 5.5 
B 15 99 1.8 2.7 3.8 4.8 5.9 15 99 1.2 1.9 2.4 2.8 3.3 
B 16 9'7 1.4 2.3 3.3 4.5 5.6 16 98 1.2 1.8 2.4 3.6 4.2 
B 1'1 95 1.7 2.5 3.6 4.8 5.'7 17 94 1.1 11.9 2.5 3.3 3.9 
B 18 94 2.0 3.1 4.5 5.3 6.3 18 94 1.s· 2.0 2.8 3.4 4 ;'4 
B 19 92 1.5 2.2 3.4 4.1 5.0 19 93 1.6 2.4 3.3 4.2 5.0 
G 20 92 1.6 2.3 2.9 3.4 4.3 20 93 1.4 2.2 2.8 3.5 4.2 
B 21 89 1.3 2.0 2.5 3.0 3.7 21 89 1.2 1.9 2.5 3.0 3.8 
B 22 84 1.3 1.7 2.2 2.5 3.0 22 83 1.4 1.6 2.0 2.5 2.9 
B 23 82 1.8. 2.'7 3.6 4.6 5.9 23 81 1.6 2.2 3.0 3.9 4.8 
B 24 80 1.6 2.0 2.6 3 .2 3.5 24 80 1.6 2.0 2.6 3.2 3.5 
G 25 80 1.1 1.6 2.0 2.4 3.0 25 80 1.2 1.8 2.2 2.8 3.2 
B • Boys = 15 
G • Girls • 9 
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Table 7. Analysis of Reading Grade Scores Taken 
from Table 6 
Desirable 
Grade Personality 
Traits 
I 19 
II 20 
III 21 
IV 17 
v 19 
. Total 96 
undesirable 
Personalit7 
Trai ta 
5 
4 
1 
5 
4 
19 
Comparable 
Achievement 
l 
l 
3 
3 
2 
10 
Table 7 indicates that the group having desirable 
I personality traits gained higher reading achievement in ninety-
six cases out of a possible one hundred twenty-five. In only 11 
nineteen cases did the children having undesirable personality I 
traits have higher reading achievement, while ten cases had 
comparable reading achievement despite this handicap of the 
undesirable personal! ty traits. The figures in this table 
show tnat reading achievement is handicapped by undesirable 
personality factors. 
Table 8, dealing with a group of twenty-five cases tree 
from emotional factors compared with a group of similar 
number and equated I.Q.., had an r.Q. range from 81 to 146. 
:I 
li 
II 
II 
I 
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Table 8. Group Free from Emotional Factors Compared with 
Group Handicapped by Negative Emotional Factors 
for Reading Grades 
Free from Emotional Factors Handicapped by Negative 
case 
No. 
B 1 
G 2 
G 3 
B 4 
* 
G 5 
G 6 
B 7 
* 
B 8 
G 9 
B 10 
* B 11 
B 12 
G 13 
* 
* 
B 14 
B 15 
G 16 
B 17 
B 18 
G 19 
* 
* 
B 20 
B 21 
B 22 
* B 23 
B 24 
25 
IQ I 
146 3.2 
133 2.2 
131 3.2 
127 2.9 
124 3.0 
118 2.2 
116 2.5 
115 1.9 
114 2.6 
113 2.2 
109 1.9 
108 1.9 
107 2.0 
106 1.5 
105 1.8 
104 1.8 
102 2.0 
97 1.7 
95 1.6 
94 1.8 
88 1.6 
87 1.5 
85 1.4 
82 1.5 
81 1.2 
Reading Grade 
. II III IV v 
4.8 5.6 7.9 8.9 
4.0 5.8 7.6 19.0 
4.4 5.6 7.0 8.6 
4.0 5.6 7.0 8.5 
4.6 6.2 7.1 8.4 
3.4 4.7 5.9 6.8 
4.4 6.0 7.3 8.4 
2.8 3.9_ 4 .fr 5.8 
3.8 4.9 5.9 7.2 
3.6 4.8 5.9 7.6 
2.9 3.8 4.9 6.1 
2.8 4.0 5.4 5.9 
3.1 4.0 5.0 6.0 
2.4 3.6 4.8 5.9 
2.6 3.7 4.9 5.8 
3.0 4.2 5.5 6.8 
3.6 4.9 5.8 7.2 
2.6 3.6 4.8 5.2 
2.4 3.8 4.9 5.8 
2.6 3.4 4.2 5.1 
2.6 3.5 4.4 5.2 
2.2 2.8 3.4 3.9 
2.2 2.8 3.4 4.1 
2.3 3.0 4.2 5.1 
1.6 2.0 2.5 3.0 
Emotional Factors 
case 
Reading Grade 
No. IQ I II III IV v 
1 141 3.1 4.6 5.8 6.9 7.8 
2 l\51 z.2 3.1 4.6 5.8 6.9 
3 130 1.7 2.8 3.9 4.8 5.9 
4 127 2.0 3.5 4.2 5.3 6.5 
5 126 2.4 3.8 4.9 5.7 6.5 
6 119 1.7 2.4 3.3 4.1 5.2 
7 115 2.0 4.0 5.6 7.2 8.3 
8 112 1.3 1.8 2.4 3.3 4.1 
9 114 1.9 2.2 2.8 4.2 5.2 
10 111 1.7 2.6 3.8 5.2 7.5 
11 108 1.8 3.0 4.1 5.2 6.1 
12 109 2.0 3.1 4.2 5.7 6.7 
13 r.to6 1.2 1.8 2.4 3.6 5.9 
14 1.1..07 1.8 2.7 3.9 4.8 5.8 
15 ~05 1.7 2.8 3.6 4.6 5.5 
16 1.1.04 1.4 2.2 2.8 3.4 4.2 
17 ~01 1.5 2.0 2.8 3.6 4.2 
18 96 1.4 2.2 3.0 3.6 4.2 
19 96 1.1 1.9 2.4 3.2 3.8 
20 96 1.3 1.8 2.2 2.6 3.0 
21 89 1.2 1.7 2.4 2.8 3.6 
22 86 1.4 2.3 2.8 3.3 4.0 
23 83 1.6 2.3 2.5 2.8 3.4 
24 80 1.3 1.8 2.4 2.8 3.5 
25 82 1.0 1.4 1.8 2.4 2.6 
I B • Boys = 16 
I G • Girls • 9 
II *Cases having emotional dis turbancea in the home. cases 
II marked with * used in Table 14. 
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The Reading Age scores in Table 8 show that at the end 
of Grade v, fQr every matched pair except two, higher read-
ing achievement was scored by the group which was tree of 
negative emotional factors. 
Table 9. Analysis of Reading Grade Scores taken 
from Table 8. 
Higher Reading Achievement 
Free rrom Handicapped Comparable 
Grade Emotional by Negative . Reading 
Factors Emotional Achievement 
Factors 
I 20 5 
II 19 6 
III 20 4 1 
IV 22 2 1 
v 22 2 1 
Total 103 19 3 
Higher reading achievement was attained one hundred 
three times, out of a possible one hundred twenty-five by 
the group free of emotional factors, nineteen times by those 
oases handicapped by negative emotional factors and three 
matched cases showed no reading achievement difference. 
One might assume that higher reading achievement is 
evident of the group free of emotional factors from the 
~ ston Un'T~r sJty 
[i_~~ _ol ot E.o.~e&-; 1 011 
-- ....... _ Li r~ry 
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figures shown in Tables 8 and 9. 
Problem IV 
At what grade level do emotional, social, economic, and 
personality factors have most · influence on reading retarda-
tion? 
nata for the following tabulation were taken from 
Tables 3, 5, 7, and 9. 
Table 10. Grade Levels Most Influenced by Negative 
Emotional, Socio-Economic, and Personal!~ 
Factors 
Levels Most Influenced by Negative Emotiona~, 
Soc1o-Econom1c,and Personality Factors 
Negative LOw soclo- Negatlve Factor of 
Emotional Economic Personality Over-
Factors Group Factors Protectiveness 
I, IV, V I, II, III I, III, v I, IV, v 
I 
II 
II 
Figures in Table 10 show that reading retardation by I 
negative, emotional, social, economic, and personality 
factors, is most evident on Grade I level. However, re-
tardation in reading on each grade level is evident, possibly 
partially due to · the presence of these negative qual_! ties. 
Problem V 
Do emotional, social, economic, and personality factors 
c-==== ---·-------
influence boys reading achievement more than that of girls? 
nata for the following table were taken from Tables 8, 
2, and 6. 
Table 11. Reading Grade Score Differences 
between Sexes Comparing Boys and 
Girls Having Negative Emotional 
Factors 
Grade Average Reading Achievement 
Boys Girls 
I 1.7 1.9 
II 2.6 2.4 
III 3.5 3.2 
IV 4.4 4.1 
v 5.3 5.3 
Although the difference in average reading achievement 
between boys and girls was not great, higher reading achieve-
ment was attained by the boys in Grades II, III, and IV. 
There was no difference in reading achievement in Grade v, 
and in Grade I the girls led the boys by a higher seore of 
two months. 
II 
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Table 12. Reading Grade Score Differences 
between Sexes Comparing Boys 
and Girls ·Who Belonged to the 
Low Socio-Economic Group 
Averag_e· Readin, Achievement 
Grade ~------~------~--------------Bo~s Girls 
I 
II 
III 
IV 
v 
1.9 
3.0 
4.0 
5.0 
6.2 
1.9 
3.0 
4.0 
5.3 
6.4 
Table 12 shows a comparable reading achievement £or boys 
and girls in Grades I, II, and III, with the girls having 
slightly higher achievement than the boys in Grades IV and v 
I 
jl 
II 
when the two sexes are compared tor reading achievement, each 
1 case belonging to the low socio-economic group. 
Table 13. 
Grade 
I 
II 
III 
IV 
v 
Reading Grade Score Differences 
between Sexes Comparing Boys 
and Girls Who Had Negative 
Personality Factors 
Average Reading_ Achievement 
Bo_p_ Girls 
1.6 
2.3 
3.1 
4.1 
4.9 
1.7 
2.6 
3.4 
4.3 
5.2 
The girls showed higher reading achievement on each 
II grade level than the boys indicating that negative personality 
I 
I ~ 
'I 
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II 
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~1: 
tra1 ts may have greater reading retardatio·n affect on 
reading achievement in boys than in girls. 
The three previous tables indicate that tpere ts a 
tendency for boys to be more adversely affected by negative 
emotional, socio~economic, and personality factors than 
girls, although the differences are not very great. 
Problem VI 
Do emotional disturbances in the home have a tendency 
to lessen the child's desire to learn to read? 
Data for the following table were taken from Table 8, 
indicated on that table by *• Definite information on only 
nine matched pairs of cases could be obtained. The school 
- •, -~ 
health department was the greatest source of information 
dealing with anotional disturbances in the home. or these 
nine children who came from homes where frequent emotional 
disturbances were evident, six children came from homes 
broken by divorce, one had frequent unsta~le family relations 
caused by a brutal alcoholic father who was .frequently 
institutionalized for abuse of his family, one bad a wayward 
mother who left her family frequently for several days at a 
time. The ninth ease displayed traits of unstable family 
relations by abnormal fears of corporal punishment for any 
misdemeanor in her daily behavior pattern. These nine 
children were paired with children who came from homes 
relatively free from emotional disturbances. 
l 
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Table 14. Reading Grade scores of Childr-en Belonging to 
Emotionally Stable Family Homes Compared with 
Children Coming from Emotionally Unstable 
Family Homes 
Emotionally Stable Emotional ru.s turbances in 
Family Homes the Home Evident 
Reading Grade Reading Grade 
case case 
Number IQ_ I It III Number IQ I II III 
_1 124 3.0 4.6 6.2 1 126 2.4 3.8 4.9 
2 115 1.9 2.8 3.9 2 112 1.3 1.8 2.4 
3 113 2.2 3.6 4.8 3 111 1.7 2.6 3.8 
4 104 1.8 3.0 4.2 4 104 1.4 2.2 2.8 
5 95 1.6 2.4 3.8 5 96 1.1 1.9 2.4 
6 94 1.8 2.6 3.4 6 96 1.3 1.8 2.2 
7 87 1.5 2.2 2.8 7 86 1.4 2.3 2.8 
8 82 1.5 2.3 3.0 8 80 1.3 1.8 2.4 
9 81 1.2 1.6 2.0 9 82 1.0 1.4 1.8 
This group bad an I.Q. ranging from 124 to 81. In every 
case, except Case Number 7, where the scores were comparable 
with an equated I.Q., the children from the emotionally 
stable family homes scored higher in reading achievement 
than those who came from homea where emotional disturbances 
were frequent and evident. The difference in Reading Grades 
for each grade seems large enough to signify that emotional 
disturbances in the __ n(lme may effect reading achievement 
adversely when compared with the scores achieved by those 
children who came from emotionally stable family homes. The 
scol'•s listed seem to signify that emotional disturbances in 
the home have a tendency to lessen the child's desire to 
learn to read. 
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summarz 
This chapter analyzed data in relation to the major 
purpose of the study and the six specific problems which were 
being considered. 
The I. Q.-. and Reading Grade scores were tabula ted in 
matched };airs, each having an equated I.Q. obtained from the 
California Mental Maturity Test. The Reading Age scores were 
derived from the Lee-Clark Reading Test for Grade I, Gates 
Primary Reading Test for Grade II, Progressive Achievement 
Test scores for Grades III, IV, and v, and were tabulated to 
show likenesses and differences in achievement when dealing 
with a group of children tree from the negative factors 
compared with those having negative factors. 
These tables were further broken down to show which one 
of the two groups in question showed higher reading achieve-
ment by indicating the number in each grade level who scored 
the higher reading achievement. 
Sex differences in reading achievement of those boys and 
girls having negative emotional, social, economic, and 
personality factors were also tabulated and according to the 
figures obtained from the standardized tests, it was found 
that generally girls reading achievement was less adversely 
affected by negative characteristics than that of boys. 
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CHAPTER V 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
The major purpose of thia study was an attempt to 
determine whether reading achievement was affected by 
emotional, social, economic, and personality factors by com-
paring cases that had those characteristics in negative form 
in their personal! ties with cases that were considered free 
of those neg.,t1ve factors and who bad positive or desirable 
personal! ty tra1 ta instead. The study was set up in matched 
pairs, each pair were members of the same sex, and each had 
an equated r.Q. All data for this investigation were based 
on the test results of the California Mental Maturity Test, 
Lee-Clark Reading Te•t Pr~mer, Gates Primary Reading Test, 
Progressive Primary Achievement Test, Progressive Inter-
mediate Achievement Test (Form A) and the Progressive Inter-
mediate Achievement Test (Form B). 
Conclusions 
The conclusions for this study were made with reference 
An analysis of the data seemed to indicate the following 
conclusions: 
\I 
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1. 
2. 
There was an indication that children belonging to 
the high socio-economic group ·had higher Reading 
Grade scores in the majority of cases when matched 
with children having an equated I.Q.. who belonged 
to the low socio-economic group. 
In this study higher Reading Grade scores were 
I 
I 
II 
I' 
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attained by children in whose personalities the 1l 
factor of over-protection was not evident when their 
achievement was compared with that of the over-
protected children. 
3. There was an indication that the children having 
desirable personality factors achieved higher 
Reading Grade Scores than those who had undesirable 
personality factors. It would seem that reading 
progress is handicapped, but not to a great extent, 
by undesirable ·personality factors. Because most 
of the group free from negative emotional factors 
attained higher reading scores than those children 
handicapped by negative emotional traits, it seems 
that reading progress may be retarded somewhat by 
undesirable emotional traits. 
4. It seems that some retardation in reading was 
I 
I 
II 
II 
I evident on each grade level when dealing with 
children who bad negative emotional, social, economic, 
and personality factors. The lower Reading Grade 
score was most numerous when dealing with cases in I' 
Grade I. 1\ 
5. Although the difference in average reading achieve- ~~ 
ment between boys and girls having negative personal-
ity traits was not great, the higher reading achieve-
1
1 
ment was attained by the boys on each grade level 1 
which may signify that girls reading achievement may 
be more adversely affected by negative personality 
traits than that of boys. 
6. It seems that children from emotionally stable 
family homes scored higher reading achievement than 
I 
those who came .from homes where emotional disturbances 
I 
were frequent and evident. The scores listed seem 
to signify that emotional disturbances in the home 
have a tendency to lessen to a degree, the child's 
desire to learn to read. 
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II 
CHA.PTER VI 
LIMITATIONS OF THIS STUDY AND SUGGESTIONS 
FOR FURTHER RESEARCH 
Since this study was based on data from teat results 
there were certain limitations present, as there were many 
factors present which might influence reading achievement 
which cannot be measured objectively. 
The following limitations were noted: 
1. The number of eases used in this study was compara ... 
tively small to make any definite conclusions on 
any of the sixspecific problems which were discussed 
in previous chapters. 
2. All data presented in this study were representative 1 
I 
of a small number of children in a limited locality. 
3. _Reading achievement was measured by standardized 
testa given once a year with no consideration given 
to loss of reading ability caused by absences from 
school. 
4. A group intelligence test was used as a criterion 
for intelligence quotients. A more accurate measure 
of intelligence may have been obtained from an 
individual intelligence test. 
6 3 
I 
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Further Research 
Other investigations should include the following: 
1. A study on this same problem using more cases and 
covering several different ~pes of communities. 
2. A comparison; similar to this one, but indicating 
to what degree reading achievement was handicapped 
by negative emotional, social, economical, and 
pers0nality factors. 
3. A similar investigation with case studies available 
of each matched pair dealing with the emotional, 
social, economic, and personality background or each 
individual and their possible effect on reading 
achievement. 
4. Further research through the study of clinical cases 
to discover the mental blocks caused by negative 
personality traits, successful treatment for their 
removal, and how reading progress takes place after 
successful clinical aid has been administered and 
absorbed. 
5. A more longitudinal study following these same cases 
up through Grade VIII and then Grade XII. 
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